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During the last decade, the higher education sector has been transformed by various kinds 
of internationalisation processes that operate in a constant flux of globalisation (Stafford 
and Taylor, 2016; Whitsed and Green, 2016). As a result, internationalisation activities of 
higher education institutions (HEIs) have expanded dramatically in terms of volume, 
scope and complexity (Altbach and Knight, 2007; Tierney and Lanford, 2015). The rapid 
growth in academic and research collaboration, transnational education (Bedenlier et al., 
2017; Henderson et al., 2017; Toohey et al., 2017) and international franchising  
(Lemke-Westcott and Johnson, 2013; Wilkins and Huisman, 2012) have resulted in an 
increase in cross border student flow (Varghese, 2009). This phenomenon applies, in 
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particular, for postgraduate programs (Hénard et al., 2012; OECD, 2014; Winter et al., 
2015) in the UK where half of the full-time postgraduate students are non-UK domiciled 
(HESA, 2014–2015). 
Various strands of internationalisation have been researched over the years (see, inter 
alia, Gelegenis and Axaopoulos, 2015; Hassan, 2016; Kanama, 2016; Ongare et al., 
2016), however; the empirical evidence on the experiences of international students in the 
host universities is shallow especially, in the context of international graduate teaching 
assistants (IGTAs). Given the increased attention on the internationalisation of higher 
education across the glove, it is imperative to revise the focus to include this group into 
the research agenda to find means of sustainable academic development (Askary et al., 
2015; Mulder, 2010; Wiek et al., 2011). The rapidly changing environment within the 
higher education have implications for the construction, delivery and management of 
educational training for this group, yet little contemporary research exists investigating 
the adaptability of academic development and institutions to such change (Winter et al., 
2015). Furthermore, a range of education development programs are taught in the UK to 
young academics, including graduate teaching assistant (GTAs), with the rationale to 
provide a generic overview of the practice of being a university lecturer (Kandlbinder and 
Peseta, 2009). However, the empirical evidence on the impact of these training programs 
remains largely unknown to date. 
Against this background, the aim of this paper is to critically reflect on the current 
practices in delivering GTA teaching development program from the prospect of an 
international student enrolled for one of these programs and suggest appropriate 
modifications to improve GTAs experience as well as contribute to the ongoing debate on 
sustainable education development. This study examines the perceptions of international 
GTAs on one of such programs in a UK university. In this study, the design of the same 
program has also been critically appraised and appropriate modifications to the design 
and practice of the program has been identified with reference to the underpinning 
literature. This is important given the implications for provision of the greater 
internationalisation of the postgraduate student body (Hénard et al., 2012). The paper 
equally contributes to the literature on sustainability in higher education (HE). 
2 Background 
2.1 Postgraduate students in higher education 
International students in the UK universities represent a vast majority of the GTAs. 
Following Park and Ramos (2002, p.47) a GTA is “any postgraduate student who teaches 
(usually undergraduate students) part-time, on a paid basis, for a department, whilst also 
engaged as a research student at the university, working on supervised research towards 
their higher degree.” Given the diversity in their background, these GTAs are provided 
with training related to their teaching and learning activities. However, it is fairly 
challenging to reflect on how an international GTA assimilates new concepts and 
epistemologies and how they are stimulated in practice. 
Postgraduate students have long been used as teaching assistants to help with 
undergraduate teaching in the UK and North America (Park and Ramos, 2002). What is 
of interest is the introduction of intensified teaching and learning programs for new 
academic staff members and postgraduate (mainly, doctoral) students across the UK. 
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These programs are designed to provide sufficient training to enable this group to support 
teaching (Winter et al., 2015) in order to attain sustainability in the higher education. In 
this context, the fourth principle of Vitae (2008, p.11) establishes that “employers will 
ensure that where researchers are provided with teaching and demonstrating opportunities 
as part of their career development, suitable training and support is provided.” Browne 
(2010) notes that the rise in training programs is due to the increasing emphasis on 
teaching quality, reviewed by the Quality Assurance Agency for Higher Education 
(QAA), UK. Equally, it is essential for universities across the UK to submit data on the 
qualifications of all their teaching staff to ensure their teaching quality (Grove, 2013). 
This suggests that the rising profile of teaching quality as an integral part of developing 
academic practice for this cohort (Winter et al., 2015). 
As mentioned earlier, half of full-time postgraduate students in the UK are 
international. Notwithstanding, there is a lack of empirical evidence that focuses on the 
teaching development needs and experience of non-UK domiciled postgraduate students 
(Borg et al., 2009). Trowler and Knight (2000) note that like any other international 
student cohort, doctoral students also bring with them certain cultural physiognomies and 
discursive resources which impact on their academic acculturation and this is of 
relevance to their participation and engagement in teaching development courses. 
Likewise, Trowler and Cooper (2002) argue that participants bring distinctive norms and 
practices rooted in their teaching development regimes to the course that may diverse the 
UK higher education pedagogies which are student-oriented and transformative 
(Kandlbinder and Peseta, 2009). 
Consequently, the teaching development course may be least compatible with the 
international GTA’s profile (Jiang et al., 2010). Trowler and Cooper (2002, p.221) 
suggest that ‘where there are incongruities between the two they need not be fatal if 
participants are able to, or are encouraged to, surface and reflect on previously tacit 
assumptions embedded in their teaching development regimes’. They further stress that to 
overcome the incongruities, participants need to ‘exercise discretion over the application 
of aspects of different regimes – applying them in different contexts as appropriate’. 
In order to appraise, evaluate and amend the design of a teaching and development 
program (hereafter, GTA-LEARN), the program has been critically viewed from three 
different angles and each linked to three different questions: 
1 Motives of international GTAs: why international GTAs undertake teaching 
development program? 
2 Advantages and detriments for international GTAs: what are the benefits and 
challenges faced by the international GTAs on teaching development program? 
3 Teaching qualifications and long-term academic career: does teaching development 
program help the international GTAs in their academic career? 
3 Research design and methodology 
3.1 Sample 
The study was conducted in one of the leading research oriented universities in the UK. 
The university is actively involved in the internationalisation of higher education. 
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Primary data was collected through interviews with twenty-seven international GTAs on 
the program. 
Initially, the research participants were approached during their sessions (for  
GTA-LEARN program), where the proposed research project was explained and a call 
for participation was made. Participation was voluntary. Contact details such as email 
addresses and telephone numbers were collected during this interaction. A written 
statement along with a formal invitation for an interview was sent out to all the potential 
participants at a later stage, prior to the interviews. Forty-two invites in total were sent 
however, 27 respondents agreed to participate in the interviews. Any concerns related to 
the nature of the interviews such as anonymity were dealt at this stage. Hence, the sample 
consisted of 27 individuals, including 19 male and eight female doctoral students who 
also worked as a GTA in their respective disciplines. The participants came from 
diversified ethnic backgrounds, which represented 13 countries across four continents 
around the globe. 53% of the participants were funded either by their respective 
governments or by the universities in their home countries. Whereas 31% of the 
participants were on host (sampled) university’s scholarships and the remaining 16% 
were self-funded. 
All 27 international GTAs voluntarily participated in this study. The participants in 
this study were from various discipline groups including business (which includes 
general business; marketing; economics; accounting and finance; tourism and hospitality 
management; shipping and logistics and supply chain management programs); 
engineering; arts; government and law. Since the majority of the participants were either 
sponsored by their governments or were on university scholarships, therefore, it was their 
fiduciary responsibility to work within their discipline as a GTA specially, those funded 
by the host university. The researcher was also partly involved in the delivery of the 
program, hence, was attending most of the sessions. Moreover, detailed notes taken 
during these sessions were used in the analysis based on the structure, delivery and 
operationalisation of the program. 
Primary data was collected through face-to-face interviews with 27 international 
doctoral students who also worked as a GTA in the focused university. Interviews were 
conducted in various locations within the university such as liaison areas for staff and 
students, GTA’s offices, class-rooms (after teaching sessions), by the lake etc., subject to 
the availability and convenience of the participants. The interview lasted forty minutes on 
average with longest interview of 65 and shortest interview of 20 minutes, respectively. 
The interviews started with more generic questions about the demographic characteristics 
of the interviewees such as background (including country of origin), current degree 
program of study, time since arrived to the UK, future intension, including career goals 
etc. the focus was then diverted to the more specific question about the GTA-LEARN, 
once the interviewee was observed to be comfortable with the setting of the interview. 
The final part was focused on the three main areas as outlined in the paper namely: 
motive, sustainable effect and career development. 
The interviews were tape recorded for later analysis. Detailed notes were taken during 
the interviews to reflect on the body language and impressions of the interviewees and to 
reflect the recorded data. NVivo was used to analyse the data. Thematic analysis was 
performed as the data analysis progressed. The data was revisited more than once to 
insure the accuracy. Emerging themes were benchmarked with the research objectives as 
well as with the existing literature to reach the conclusions presented in Section 4 of the 
study. 
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3.2 The GTA-LEARN program 
Before moving further, it is imperative to discuss the design and delivery of the program 
attended by the sampled international GTAs. Participants attended this course between 
2014 and 2015 academic years. The course was named as GTA-LEARN (for the purpose 
of this paper, the real name of the program has not been disclosed) and aligns with the 
UK Professional Standards Framework for Higher Education Academy (HEA). The 
program is further aligned with situated learning theory (see Lave and Wenger, 1991) and 
communities of practice by Wenger (1998) as cited in Winter et al., (2015). Moreover, 
GTA-LEARN also draws on “extensive on-going professional development model” 
suggested by Hardré (2005) in which participants are expected to put in practice the 
newly learned knowledge and pedagogies and amend the ongoing iterative process as 
appropriate. 
The entire program was divided into two parts (i.e., GTA-LEARN-1 and 2) with ten 
in-class sessions in total for the full program with face to face interaction.  
GTA-LEARN-1 mainly consisted of taught components of six sessions including 
introduction to learning theories, supporting students with special needs, intercultural 
learning and teaching, small group teaching and site visits. GTA-LEARN-2 consisted of 
four sessions, which covered assessment and feedback, facilitating active learning, 
evaluation teaching and a micro teaching session. Following the completion of session 8, 
participants obtained the status of tutor and marker at the respective university while 
completions of whole course offered participants the option to apply for associate 
fellowship of HEA. 
4 Empirical results 
4.1 Motives to opt for GTA-LEARN 
Most of the participants were found to be very keen on various pedagogic techniques and 
were highly motivated to learn while working towards the completion of their PhD 
studies. This observation is informed by the previous literature (see Barthwal et al. 2011), 
which documented that doctoral students opted for teaching development programs to 
learn about teaching, echoing the recent claims of Winter et al. (2015). Equally, most of 
the international doctoral students, perceived the UK teaching qualification as 
prestigious, whether in returning back to home countries or working in the UK and this 
was the main motivation to undertake GTA-LEARN program amongst the participants. 
This observation was confirmed repeatedly in all sessions, where the facilitator asked the 
same question: why are you here? The unanimous answer was to get the qualification as 
this will ‘help me to hunt down a job’. It was a common observation that such 
qualifications are increasingly demanded by the universities – both in the UK and abroad. 
This raises question about the learning objectives. Most of the international students 
with previous teaching experiences were merely concerned about the contents of the 
program. A number of observations about the design of GTA-LEARN were made during 
the sessions and based on these observations some suggestions are put forward that could 
eventually improve the GTA experience on a teaching development program. Although, 
all the suggestions are subject to GTA-LEARN program, however, they may apply to 
other such courses offered across the UK and elsewhere. 
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4.1.1 Accreditation 
The most contentious observation coalesced around the design of GTA-LEARN was 
HEA accreditation. Unlike many similar programs taught across the UK universities, 
GTA-LEARN, was not an accredited program by the HEA. It was particularly 
discouraging for those who had less than three years of working experience in the UK 
higher education and require to attain the UK teaching qualifications, i.e., Postgraduate 
Certificate in Academic Practice (or PGCAP). 
An accounting and finance GTA, who voluntarily opted for the program, have 
expressed his concerns about the design and accreditation of the program. In his words: 
“[……] the GTA-LEARN program had 10 sessions in total, each session 
lasting about two hours, followed by assignments and academic reading [……] 
concisely, it required commitment that was time consuming and time is a 
luxury that I (as an international student) cannot afford.” 
Similarly, a supply chain management GTA highlighted the time constraint put upon the 
international students. She went on saying: 
“[……] I was given 40 months to complete my PhD studies [……] this is  
not enough time to complete a research project, let alone an academic 
certification – especially when it is not accredited!” 
These accounts suggest that international GTAs are under further scrutiny by the UK 
Visas and Immigration (UKVI), which allows them a limited time period (i.e., 40 months 
for full-time PhD studies) to complete their degree. This in turn made it fairly challenging 
for international doctoral students to cope up with GTA-LEARN as their prime objective 
was to complete their PhD studies on time. 
A provision for international GTAs should be added in their offer letter – making 
pedagogic training compulsory. This will encourage them to undertake GTA-LEARN 
and equally grant them some extra time on their degree. This suggestion is consent with 
those of Young et al. (2008), who argue that training programs could prove extremely 
beneficial to doctoral students to strengthen their academic profiles and career growth. 
Similarly, Ongare et al. (2016, p.119) argue that curriculum frameworks offer “a unique 
opportunity for learning institutions to contribute to sustainability practices in their 
countries.” Other notable attempts include Hassan (2016), who adopted scaffolding 
approach to analyse a pedagogic underpinning used to support adult learning in a specific 
subject area in the UK higher education whereas Ongare et al. (2016) analysed the 
concept of sustainability at curriculum level in a Kenyan university. 
4.1.2 Training and integration 
GTA-LEARN was a voluntary program hence, it was at student’s discretion to opt for it 
and reap the opportunity to interact more efficiently with other academic staff. Research 
suggests that such training programs provide a good opportunity for participants to 
integrate with a wider network of colleagues (Turner et al., 2012; Smith, 2010; Bamber, 
2008). The participants also expressed this motive as a marketing GTA described: 
“[…..] I was made aware of the teaching workload (compulsory hours) during 
my induction upon joining the PhD program […..] however, I was not made 
aware of any pedagogical support available for a young academic (like my-self) 
[…..] I wish I would have joined the program during my first year at the 
university!” 
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This suggests, making GTA-LEARN a compulsory training program with HEA 
accreditation will impact positively on student’s experience. 
Similarly, another interesting observation was made about the timetabling and 
advertisement of GTA-LEARN. According to a shipping and logistics GTA: 
“I have had teaching on every Wednesdays […..] that’s when the sessions for 
GTA-LEARN were running […..] it was not physically possible for me to 
attend both sessions concurrently […..].” 
Another GTA from arts added: 
“[…..] I came to know about the program from a fellow student […..] it was 
never advertised; no emails were sent, nothing!” 
The accounts clearly suggest some serious concerns about the running of the program. It 
was observed that the program was poorly timetabled and often conflicted with the 
teaching commitments of GTAs. Therefore, teaching commitments should be considered 
while designing the program timetable. Equally, GTA-LEARN was not well publicised 
across doctoral students’ community. A brief induction, underpinning the benefits of the 
program to the newly enrolled doctoral students is suggested. The above issues are at the 
core of academic debate concerning postgraduate students (e.g., Hodson and Buckley, 
2011; Bennett and Turner, 2013; NUS, 2013), however, no concrete steps have yet been 
taken in this regards. 
4.2 Advantages and detriments for international GTAs 
Consistent with the earlier empirical findings in Australia (e.g., Barthwal et al., 2011) and 
the UK (see Park and Ramos, 2002; Winter et al., 2015), the overall experience of the 
sampled GTAs with GTA-LEARN was highly satisfactory. 
“[…..] I enjoyed the inter-disciplinary and cross-disciplinary discussions the 
most […..] this made me realise that one size does not fits all –a PhD in finance 
GTA.” 
An engineering GTA touched upon the feedback on academic practice: 
“[…..] the instant feedback I received from my peers and the tutor during the 
micro-teach session helped me adjust my teaching practice […..].” 
“[…..] I have never recorded or video tapped my teaching practice before […..] 
watching the recorded videos of me, teaching during the microteaching made 
me feel more confident! –an Accounting and Finance GTA added.” 
In terms of course delivery, cross-disciplinary discussions, group work, peer observations 
and micro-teach were reported to be very useful. The learning exercise was more 
meaningful to the international GTAs due to the teaching culture being distinct to that 
which they had encountered previously. Particularly, given the diversity of the cohort, 
GTAs found it interesting to learn various pedagogies practiced across the globe. On the 
other hand, some GTAs struggled to understand the course expectations as they did not 
have had background knowledge on the subject. Additionally, few reportedly found it 
fairly challenging to communicate in a second academic discipline. 
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4.2.1 Teaching opportunities 
Trowler and Knight (2000) have opined that the situated and contextual nature of 
academic practice depends on the opportunities for GTAs to develop inter-subjectivity 
and teaching expertise (Donnelly, 2006). Austin (2002) is concerned that ongoing 
academic development of junior academics may be compromised due to the limited 
teaching opportunities. This highlights the significance of teaching opportunities for the 
GTAs. A GTA in finance have opined that: 
“[…..] I was obligated by contract to teach for 120 hours per academic year 
[…..] this provided me a platform to put in practice the pedagogical theories I 
was learning during the GTA-LEARN sessions.” 
However, there was no such provision for all those attending the program. As a result, 
those without any teaching opportunities struggled to complete their assignments, i.e., 
review of educational practice. 
A plausible approach to deal with this issue is to actively involve the PhD supervisors 
in the process. The supervisors shall keep a fair balance in the allocation of teaching load 
to the assigned GTAs. This approach could also help in mitigating the complaints 
concerning lack of equity (Lee et al., 2010; NUS, 2013) in access to teaching 
opportunities for international GTAs as noted in the burgeoning literature (see inter alia 
HEA, 2011; Bennett and Turner, 2013; NUS, 2013). 
4.2.2 Language barrier 
English language proficiency and pronunciation, in particular, is another barrier reported 
by the sampled GTAs. Being an international GTA, communication was a structural 
barrier faced by a few. The problem, however, exists from quite a while (Rubin, 1993; 
Park, 2004) and it is a worrying lacuna for the academic community (see HEA, 2011; 
Nawaz, 2016a; Turner et al., 2012; Winter et al., 2015). Again, supervisors and personal 
tutors shall be encouraged to signpost the international GTAs to use the available 
resources at the university to overcome such shortcoming. This suggestion is consistent 
with Kanama (2016), who observed that viable student-supervisor relationships 
supplement creativity in graduate students in Japan which leads up to the successful 
completion of a research project. Similarly, Askary et al. (2015) found a positive 
relationship between effective communication skills, cultural norms and organisational 
sustainability, suggesting the importance of effective communication skills in sustainable 
academic development. Following a similar stream of arguments, Gelegenis and 
Axaopoulos (2015) have documented a framework for the specification of a modern 
module entirely devoted to cogeneration for the engineering discipline whereas Franchetti 
(2016) have provided further insights into the phenomenon. 
4.3 Sustainable academic development: teaching qualifications and long-term 
academic career 
Young et al. (2008) assessed a training program for GTAs using the theoretical lens of 
self-efficacy and reported that training programs make GTAs self-efficient across 
instructional areas, i.e., student involvement, instructional strategies and academic 
management. Likewise, Winter et al. (2015) investigated the non-UK domiciled GTA’s 
experiences on a teaching development course and reported that GTAs perceived that 
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teaching qualifications could help them prosper in their academic career. This directly 
applied to the profiles of few included in the sample as they have managed to get some 
job offers while finalising their PhD thesis. Although the pedagogical training helped 
them prepare but it was the supervisory support that was regarded as the key factor in 
progressing in academia. According to a marketing GTA: 
“[…..] Although GTA-LEARN provided me with the opportunity to learn 
various pedagogies, however, it was my supervisor who supported me to 
implement and reflect upon these newly learned pedagogies.” 
4.3.1 Supervisory support 
It is well documented that student-supervisor relationship has a significant effect on 
students’ academic development (Petersen, 2007) and success of a research project 
(Mainhard et al., 2009). However, doctoral students are used to fulfil the departmental 
needs for teaching rather than groomed as future intellectuals (Austin, 2002). 
Consequently, doctoral students (international students in particular) submitted lack of 
equity (Lee et al., 2010) and nepotism (NUS, 2013) in teaching opportunities and often 
look to their supervisors for formal guidance and direction (Borg et al., 2009). 
Supervisors are considered as the porters of teaching opportunities and should be 
supportive of their doctoral students spending time on teaching. Supervisors should 
actively be involved in allocating teaching opportunities for GTAs and should encourage 
their students to undertake pedagogical training programs. This will not only strengthen 
their mutual bound but will also improve the teaching quality. 
5 Summary and conclusions 
The main objective of the paper was to critically reflect on the current practices in 
delivering teaching development programs to the GTA from the prospect of international 
students and suggest appropriate modifications to improve GTAs experience. Empirical 
evidence suggests that the overall experience of sampled international GTAs on the 
pedagogical training – GTA-LEARN was highly satisfactory, supporting previous 
research in the area (Park and Ramos, 2002; Barthwal et al., 2011) which also helped 
them to develop further in their academic career (Winter et al., 2015). 
The findings suggest that pedagogical training programs are desired by the GTAs 
however, they are constrained by certain structural barriers, i.e., limited time period to 
complete their studies (as per UK visa and immigration regulations), lack of teaching 
opportunities and accreditation of the program by the HEA. These barriers can be 
removed by implementing a university (if not higher education) wide strategy. 
The first step is to make the pedagogical training mandatory for all GTAs, either local 
or international. Such training will make the GTAs highly self-efficient across 
instructional areas (Postareff et al., 2007), will help them in managing the classroom (Luo 
et al., 2000) and will enable them to alter their pedagogic techniques to align with student 
needs (Young et al., 2008). 
Furthermore, in response to Borg et al. (2009), to support international doctoral 
students the paper calls upon doctoral supervisors/mentors to play an active role in 
supporting their students to mitigate their perceptions of inadequate learning support 
(Mogaji and Adamu, 2015). Equally, GTAs are encouraged to reflect on their own 
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teaching philosophy and pedagogies during lectures and workshops. Such mentorship 
experience will provide the GTAs to overcome anxiety (Pelton, 2013), build confidence 
regarding mastery of common pedagogical skills (Barthwal et al., 2011) and a connection 
with pedagogical-content knowledge expertise (Hickson and Fishburne, 2006). This is 
known as the ‘journeyman’ approach (Halio, 1964, p.227) in which the GTA assumes 
additional responsibility, independence and authority in order to become an effective 
teacher. This must be supplemented by a fair and transparent teaching workload 
allocation to all GTAs. This will mitigate their perception of nepotism (NUS, 2013) and 
inequity (Lee et al., 2010) in teaching opportunities. 
References 
Altbach, P.G. and Knight, J. (2007) ‘The internationalization of higher education: motivations and 
realities’, Journal of Studies in International Education, Vol. 11, No. 1, pp.290–305. 
Askary, S., Qayyum, N. and Sant, R.V. (2015) ‘Culture, communication skills and intellectual 
capital: a theoretical framework’, International Journal of Higher Education and 
Sustainability, Vol. 1, No. 1, pp.88–101. 
Austin, A.E. (2002) ‘Preparing the next generation of faculty: graduate school as socialization to 
the academic career’, The Journal of Higher Education, Vol. 73, No. 1, pp.94–122. 
Bamber, V. (2008) ‘Evaluating lecturer development programmes: received wisdom or  
self-knowledge?’, International Journal for Academic Development, Vol. 13, No. 2,  
pp.107–116. 
Barthwal, A., Chenoweth, D., Day, C., Hughes, M., Kirk, E., Kitson, S. and Shellard, J. (2011) 
‘Pinnacle: evaluation of the graduate teacher training program at the ANU’, Australian 
Universities Review, Vol. 53, No. 1, pp.14–20. 
Bedenlier S., Kondakci, Y. and Zawacki-Richter, O. (2017) ‘Two decades of research into the 
internationalization of higher education: major themes in the journal of studies in international 
education (1997–2016)’, Journal of Studies in International Education, Vol. 21, No. 3,  
DOI: 10.1177/1028315317710093. 
Bennett, P. and Turner, G. (2013) PRES 2013: Results from the Postgraduate Research Experience 
Survey, The Higher Education Academy [online] http://www.heacademy.ac.uk/sites/ 
default/files/downloads/PRES_2013_UK_report.pdf, (accessed 15 May 2017). 
Borg, M., Maunder, R., Jiang, X., Di Napoli, R., Fry, H. and Walsh, E. (2009) Entering a 
Community of Practice: The Acculturation of International Postgraduates and Academic Staff, 
network research project reports for the University of Oxford’s ‘Preparing for  
Academic Practice’ CETL [online] http://www.cetlrecord.ox.ac.uk/resources/resource27e.php, 
(accessed 9 January 2017). 
Brookfield, S. (2009) ‘The concept of critical reflection: promises and contradictions’, European 
Journal of Social Work, Vol. 12, No. 3, pp.293–304. 
Browne, J. (2010) ‘Securing a sustainable future for higher education: an independent review of 
higher education funding and student finance’, Department for Business, Innovation and Skills 
[online] http://www.gov.uk/government/uploads/system/uploads/attachment_data/file/ 
422565/bis-10-1208-securing-sustainable-higher-education-browne-report.pdf,  
(accessed 12 January 2017). 
Donnelly, R. (2006) ‘Exploring lecturers’ self-perception of change in teaching practice’, Teaching 
in Higher Education, Vol. 11, No. 2, pp.203–217. 
Franchetti, M. (2016) ‘Evaluating the effectiveness of the flipped classroom approach for learning 
outcomes in environmental engineering courses’, International Journal of Higher Education 
and Sustainability, Vol. 1, No. 2, pp.167–180. 
   
 
   
   
 
   
   
 
   
    Sustainable academic development 11    
 
 
    
 
 
   
   
 
   
   
 
   
       
 
Gelegenis, J. and Axaopoulos, P. (2015) ‘Residential cogeneration of heat and power: a promising 
way to sustainability, a challenging field for tutors’, International Journal of Higher 
Education and Sustainability, Vol. 1, No. 1, pp.19–39. 
Grove, J. (2013) State Puts Weight Behind Teaching Qualification Data, Times Higher Education 
[online] http://www.timeshighereducation.co.uk/news/state-puts-weightbehind-teaching-
qualification-data/2006853.article, (accessed 12 January 2017). 
Halio, J.L. (1964) ‘Teaching the teaching assistant’, College English, Vol. 26, No. 3, pp.226–228. 
Hardré, P.L. (2005) ‘Instructional design as a professional development tool-of-choice for graduate 
teaching assistants’, Innovative Higher Education, Vol. 30, No. 3, pp.163–175. 
Hassan, A. (2016) ‘Application of scaffolding to support learning in UK higher education: the case 
of social and environmental accounting’, International Journal of Higher Education and 
Sustainability, Vol. 1, No. 2, pp.133–146. 
HEA (2011) Postgraduates Who Teach: Developing the Next Generation, University of Edinburgh 
[online] http://wales.heacademy.ac.uk/assets/Documents/Events/academyevents/2011/ 
Postgraduates_who_teach_event_report.pdf, (accessed 14 March 2017). 
Hénard, F., Diamond, E. and Roseveare, D. (2012) Approaches to Internationalisation and their 
Implications for Strategic Management and Institutional Practice: A Guide for Higher 
Education Institutions, OECD [online] http://www.oecd.org/edu/imhe/Approaches%20to%20 
internationalisation%20-%20final%20-%20web.pdf, (accessed 15 April 2017). 
Henderson, M., Barnett, R. and Barrett, H. (2017) ‘New developments in transnational education 
and the challenges for higher education professional staff’, Perspectives: Policy and Practice 
in Higher Education, Vol. 21, No. 1, pp.11–19. 
HESA (2014–2015) Data on Students from Overseas Studying in the UK at HE Institutions. Data 
from the HESA Student Record, Table C – Postgraduate students by level of study, mode of 
study, gender and domicile 2012/2013 [online] http://www.hesa.ac.uk/content/view/ 
1897/239/#non-uk, (accessed 13 April 2017). 
Hickson, C. and Fishburne, G. (2006) ‘Can we help? Mentoring graduate teaching assistants’, 
conference paper, Association for Active Educational Researchers 2006 Conference [online] 
http://www.aare.edu.au/data/publications/2006/hic06205.pdf, (accessed 14 March 2017). 
Hodson, L. and Buckley, A. (2011) Postgraduate Research Experience Survey, 2011 Results, 
Higher Education Academy, York [online] http://www.heacademy.ac.uk/resources/ 
detail/postgraduate/PRES_2011_report, (accessed 20 June 2017). 
Jiang, X., Di Napoli, R., Borg, M., Maunder, R., Fry, H. and Walsh, E. (2010) ‘Becoming and 
being an academic: the perspectives of Chinese staff in two research-intensive UK 
universities’, Studies in Higher Education, Vol. 35, No. 2, pp.155–170. 
Kanama, D. (2016) ‘What enhances the research motivation and creativity of graduate students? 
New evidence from a Japanese empirical survey’, International Journal of Higher Education 
and Sustainability, Vol. 1, No. 2, pp.103–118. 
Kandlbinder, P. and Peseta, T. (2009) ‘Key concepts in postgraduate certificates in higher 
education teaching and learning in Australasia and the United Kingdom’, International 
Journal for Academic Development, Vol. 14, No. 1, pp.19–31. 
Lave, J. and Wenger, E. (1991) Situated Learning, Cambridge University Press, Cambridge. 
Lee, A. M., Pettigrove, M. and Fuller, M.P. (2010) Preparing to Teach in Higher Education, UK 
Council for Graduate Education, Lichfield [online] http://www2.le.ac.uk/departments/ 
gradschool/about/external/publications/preparing.pdf, (accessed 29 March 2017). 
Lemke-Westcott, T. and Johnson, B., (2013) ‘When culture and learning styles matter: a Canadian 
university with Middle-Eastern students’, Journal of Research in International Education, 
Vol. 12, No. 1, pp.66–84. 
Luo, J., Bellows, L. and Grady, M. (2000) ‘Classroom management issues for teaching assistants’, 
Research in Higher Education, Vol. 41, No. 3, pp.353–383. 
   
 
   
   
 
   
   
 
   
   12 T. Nawaz    
 
    
 
 
   
   
 
   
   
 
   
       
 
Mainhard, T., Van Der Rijst, R., Van Tartwijk, J. and Wubbels, T. (2009) ‘A model for the 
supervisor-doctoral student relationship’, Higher Education, Vol. 58, No. 3, pp.359–373. 
Mogaji, E. and Adamu, N. (2015) ‘Enhancing the student learning experience: perspectives from 
self-funded international PhD students’, paper presented at 13th Vice-Chancellor’s Teaching 
and Learning Conference 2015, 26 June. 
Mulder, K.F. (2010) ‘Don’t preach. Practice! Value laden statements in academic sustainability 
education’, International Journal of Sustainability in Higher Education, Vol. 11, No. 1, 
pp.74–85. 
Nawaz, T. (2016a) ‘Does one size fit all? Instigating peer assisted learning scheme (Pals) in 
business school’, International Journal of Business and Management Studies, Vol. 5, No. 2,  
pp.229–234. 
Nawaz, T. (2016b) ‘Expatriation in the age of austerity: an analysis of capital mobilization 
strategies of self-initiated expatriates’, in Handbook of Research on Human Resources 
Strategies for the New Millennial Workforce, IGI Global, Pennsylvania, USA, pp.177–199. 
Nawaz, T. (2017) ‘Human capital development in socio-economic malaise: evidence from the UK’, 
International Journal of Learning and Intellectual Capital, Vol. 14, No. 1, pp.24–46. 
NUS (2013) Postgraduates who Teach, National Union of Students, London [online] 
http://www.nus.org.uk/Global/1654-NUS_PostgradTeachingSurvey_v3.pdf, (accessed 11 July 
2017). 
OECD (2014) ‘Indicator C4: who studies abroad and where?’, in Education at a Glance 2014: 
OECD Indicators, OECD Publishing, Paris [online] http://www.oecd.org/edu/EAG2014-
Indicator%20C4%20%28eng%29.pdf, (accessed 19 July 2017). 
Ongare, D., Macharia, A., Ndegwa, G. and Kidundo, M. (2016) ‘Mainstreaming sustainability 
considerations into courses in a Kenyan university’, International Journal of Higher 
Education and Sustainability, Vol. 1, No. 2, pp.119–132. 
Park, C. (2004) ‘The graduate teaching assistant (GTA): lessons from North American experience’, 
Teaching in Higher Education, Vol. 9, No. 3, pp.349–361. 
Park, C. and Ramos, M. (2002) ‘The donkey in the department? Insights into the graduate teaching 
assistant (GTA) experience in the UK’, Journal of Graduate Education, Vol. 3, No. 2,  
pp.47–53. 
Pelton, J.A. (2013) ‘Assessing graduate teacher training programs: can a teaching seminar reduce 
anxiety and increase confidence?’, Teaching Sociology, Vol. 43, No. 1, pp.126–136. 
Petersen, E.V. (2007) ‘Negotiating academicity: postgraduate research supervision as category 
boundary work’, Studies in Higher Education, Vol. 32, No. 4, pp.475–487. 
Postareff, L., Lindblom-Ylanne, S. and Nevgi, A. (2007) ‘The effect of pedagogical training on 
teaching in higher education’, Teaching and Teacher Education, Vol. 23, pp.557–571. 
Rubin, D.L. (1993) ‘The other half of international teaching assistant training: classroom 
communication workshops for international students’, Innovative Higher Education, Vol. 17, 
No. 3, pp.183–193. 
Smith, J. (2010) ‘Forging identities: the experiences of probationary lecturers in the UK’, Studies in 
Higher Education, Vol. 35, No. 1, pp.577–591. 
Stafford, S. and Taylor, J. (2016) ‘Transnational education as an internationalisation strategy: 
meeting the institutional management challenges’, Journal of Higher Education Policy and 
Management, Vol. 38, No. 6, pp.625–636. 
Tierney, W.G. and Lanford, M. (2015) ‘An investigation of the impact of international branch 
campuses on organizational culture’, Higher Education, Vol. 70, No. 2, pp.283–298. 
Toohey, D., McGill, T. and Whitsed, C. (2017) ‘Engaging academic staff in transnational teaching: 
the job satisfaction challenge’, Journal of Studies in International Education,  
DOI: 10.1177/1028315317697523. 
Trowler, P. and Cooper, A. (2002) ‘Teaching and learning regimes: implicit theories and recurrent 
practices in the enhancement of teaching and learning through educational development 
programmes’, Higher Education Research and Development, Vol. 21, No. 3, pp.221–240. 
   
 
   
   
 
   
   
 
   
    Sustainable academic development 13    
 
 
    
 
 
   
   
 
   
   
 
   
       
 
Trowler, P. and Knight, P.T. (2000) ‘Coming to know in higher education: theorising faculty entry 
to new work contexts’, Higher Education Research and Development, Vol. 19, No. 1,  
pp.27–42. 
Turner, R., Huang, R. and Poverjuc, O. (2012) ‘Strangers in a lost land: New lecturers’ experiences 
of the first year of teaching in a UK university’, paper presented at the SRHE Annual Research 
Conference, Celtic Manor, Newport, South Wales. 
Varghese, N.V. (2009) ‘Globalisation, economic crisis and national strategies for higher education 
development’, International Institute for Education Planning, UNESCO, Paris. 
Vitae (2008) Concordat to Support the Career Development of Researchers [online] 
http://www.vitae.ac.uk/policy/concordat-to-support-the-career-development-of-researchers. 
Wang, D., Moloney, R. and Li, Z. (2013) ‘Towards internationalising the curriculum: a case study 
of Chinese language teacher education programs in China and Australia’, Australian Journal 
of Teacher Education, Vol. 38, No. 9, pp.116–135. 
Wenger, E. (1998) Communities of practice, Cambridge University Press, Cambridge. 
Whitsed, C. and Green, W. (2016) ‘Lessons from Star Trek: engaging academic staff in the 
internationalisation of the curriculum’, International Journal for Academic Development, Vol. 
21, No. 4, pp.286–298. 
Wiek, A., Withycombe, L. and Redman, C.L. (2011) ‘Key competencies in sustainability: a 
reference framework for academic program development’, Sustainability Science, Vol. 6,  
No. 2, pp.203–218. 
Wilkins, S. and Huisman, J. (2012) ‘The international branch campus as transnational strategy in 
higher education’, Higher Education, Vol. 64, pp.627–645. 
Winter, J., Turner, R., Gedye, S., Nash, P. and Grant, V. (2015) ‘Graduate teaching assistants: 
responding to the challenges of internationalisation’, International Journal for Academic 
Development, Vol. 20, No. 1, pp.33–45. 
Young, S.L. and Bippus, A.M. (2008) ‘Assessment of graduate teaching assistant (GTA) training: a 
case study of a training programme and its impact on GTAs’, Communication Teacher,  
Vol. 22, No. 4, pp.116–129. 
